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<L1>Abstract
This chapter will introduce readers to the history and current relevance of classroom discipline practices in U.S. public schools, the impact of inequitable practices on student outcomes, and the need for and implementation of equitable and culturally responsive classroom behavioral strategies. Using the three-pronged framework of equity and social justice, problem-solving, and multitiered service delivery as the guide, this chapter provides readers with recommendations for comprehensive and inclusive classroom supports that set all students up for success. 
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<L1>Overview
Disparities in school discipline policies and practices are well documented in the literature and have demonstrated that the students most educationally underserved in school systems in terms of resources and access to academic and social skills instruction are disproportionately students with disabilities, students living in poverty, and students that are racially and linguistically diverse (Bottiani et al., 2018). Consistently, much of the research on disproportionate school discipline places race and ethnicity at the forefront of these disparities (Mallett, 2017). Put plainly, research has continuously demonstrated that Black and Indigenous students and students of color are more likely to receive harsh and punitive discipline than their White peers for the same behaviors (Wallace, 2017). And these disparities have led to a host of negative outcomes for students, including academic failure, substance abuse, and incarceration. 
Community- and school-based programs and research on promising practices have led to a shift in discipline that supports students rather than simply excluding them; however, these changes have not been tied to teachers’ discriminatory practices in a comprehensive fashion. Although in-school teacher trainings may initially have been created to address academic achievement differences, the root cause of children’s lack of academic and behavioral skill development is much more closely linked to teachers’ behaviors and broader societal factors that, if addressed systemically, have the potential to positively influence the entire school experience of underserved children and families (Ladson-Billings, 1995). As such, there have been calls for teacher training to address persistent racial disparities more effectively through engagement in antiracist, equitable, and culturally responsive classroom practices.
The roles of school psychologists have evolved past testing and placing, to being more a part of the school decision-making process. In their roles on teams, as consultants, and as behavioral experts, school psychologists are helping to guide the practices within schools and classrooms to be more inclusive and preventive and to meet the needs of diverse learners. School psychologists are also well positioned to support systems-level change by collecting and analyzing data regarding school climate improvements, developing and coaching educators about implementation of social and academic enhancement strategies, and assessing the impact of strategies across different groups. Consequently, school psychologists are in influential positions to support the implementation of equitable and culturally responsive classroom behavioral strategies by training and coaching school staff and partnering with district-level personnel to enhance the sustainability of these endeavors. In this chapter, the role of the school psychologist is conceptualized as providing consultation, coaching, and support to teachers and school teams on the use of positive, preventative and culturally responsive practices. Because consultation supports are provided to the individuals who spend the most time with students, it has the greatest impact on student outcomes, by better equipping educators to guide students’ academic and social development. As such, this chapter gives school psychologists strategies that they can use to guide teachers to develop their skills in implementing student supports.
This chapter introduces school psychologists to approaches for supporting teachers in their implementation of equitable and culturally responsive classroom behavioral strategies. Those strategies provide teachers with a mechanism for building strong relationships with students and teaching social and behavioral expectations that are rooted in connections to students’ cultural communities and cultural practices. Using the three-pronged framework of equity and social justice, problem solving, and multitiered service delivery as the guide, this chapter also provides recommendations for comprehensive and inclusive supports that build on the strengths of all children, while tailoring more intensive supports for children in need. For this chapter, the primary domain from the 2020 NASP Practice Model is Domain 4: Mental and Behavioral Health Services and Interventions, and the secondary domains are Domain 6: Services to Promote Safe and Supportive Schools and Domain 8: Equitable Practices for Diverse Student Populations. The content of this chapter connects deeply to the three domains, with strategies that center on the experiences of students from diverse backgrounds, present a layered approach to supporting all students equitably, and emphasize practices that enhance the mental and behavioral health supports provided to students to promote nurturing and safe school environments.
<L1>Basic Considerations
To assist with the equitable implementation of culturally responsive classroom behavioral strategies, school psychologists need to first understand basic educational practices designed to increase equality and equity within and across classrooms. Such practices include multitiered systems of support, culturally sustaining pedagogy, antiracist pedagogy and policies, and the science of behavior. Each of these frameworks, or practices, work together for the betterment of students, and particularly marginalized student groups whose educational outcomes (i.e., academic, disciplinary) are comparatively dismal.
<L2>Multitiered Systems of Support
Multitiered systems of support (MTSS) have been defined as the integration of a number of multiple-tiered systems into one coherent, strategically combined system meant to address multiple domains or content areas in education (McIntosh & Goodman, 2016). MTSS programs provide tiered levels of academic, behavioral, and social–emotional supports to students according to their individual needs. The majority of MTSS frameworks use a three-tiered approach. In Tier 1, universal supports are provided to all students across the school. About 80% of students will respond (i.e., master the skill) given these supports. Tier 2 provides targeted group-based services for students who need additional support. Across the school, approximately 10%–15% of students will benefit from the practices implemented at this level. Tier 3 provides individualized services for students who need supports beyond those offered in Tiers 1 and 2. Approximately 1%–5% of students will benefit from the practices implemented at this level.
[bookmark: _Hlk98926855]One of the most common MTSS frameworks is positive behavioral interventions and supports (PBIS), a research-based framework originally developed to ensure that students with disabilities exhibiting unwanted social behaviors were receiving equitable services and supports across the school. The framework was designed to positively increase students’ academic and behavioral outcomes through the integration of data, systems, and practices. PBIS has been associated with decreases in referrals due to unwanted behaviors, and increases in academic achievement, students’ social and emotional competencies, and school safety (Ryoo et al., 2018).
Although many districts may report high rates of implementation fidelity, they continue to see inequities in their academic and behavioral outcomes. Tyre and Feuerborn (2021) posit that the lack of implementation fidelity may be related to misconceptions, misapplications, and philosophical misalignments between educators in a school. An essential component of fidelity is equity and the equitable implementation of the system. Given their expertise, school psychologists would be especially beneficial in ensuring that the MTSS framework is implemented with a foundation in equity and equitable practices.
<L2>Culturally Responsive and Sustaining Pedagogies
Ladson-Billings (1995) defines culturally relevant pedagogy as “A pedagogy of oppression not unlike critical pedagogy but specifically committed to collective, not merely individually, empowerment. Culturally relevant pedagogy rests on three criteria or propositions: (a) students must experience academic success, (b) students must develop and/or maintain cultural competence, and (c) students must develop a critical consciousness through which they challenge the status quo of the current social order” (p. 160).
[bookmark: _Hlk98927045]Multicultural education emphasizes teaching diverse populations of students through their own ethnic and racial identities, cultural experiences, and frames of reference. Therefore, culturally responsive pedagogy includes instruction that is validating, comprehensive and inclusive, multidimensional, empowering, transformative, emancipatory, humanistic, and normative and ethical (Gay, 2018). Table 13.1 provides the definitions of each tenet, as well as examples of how school psychologists might assist teachers with understanding and embedding the eight tenets of culturally responsive pedagogy within their classroom practices.
Table 13.1. Eight Tenets of Culturally Responsive Pedagogy, With Examples for School Psychologists
	Tenet
	Definition and Example

	Validating
	Uses “cultural knowledge, prior experiences, and performance styles of ethnically diverse students to make learning encounters more relevant and effective” (Gay, 2018, p. 35).
Example: School psychologists assist teachers in understanding how students’ communication can be culturally related.

	Comprehensive and Inclusive
	Uses “cultural referents to impart knowledge, skills, and attitudes” (Ladson-Billings, 1995 p. 382).
Example: School psychologists provide professional learning opportunities to equip teachers with an understanding of the various student cultures in the classroom and community to be used in the classroom.

	Multidimensional
	“Encompasses curriculum content, learning context, classroom climate, student–teacher relationships, instructional techniques, and performance assessments” (Gay, 2018, p. 38).
Example: School psychologists provide culturally responsive training to teachers and school staff to ultimately support students in and outside of the classroom.

	Empowering
	Encourages students to be better human beings and more successful learners (Rajagopal, 2011).
Example: School psychologists assist in creating and facilitating school-wide and classroom environments where students have choice and voice. 

	Transformative
	Recognizes students’ strengths and accomplishments and “enhances them further in the instructional process” (Gay, 2018, p. 41).
Example: School psychologists assist in creating and facilitating school-wide and classroom environments where students are held to high standards.

	Emancipatory
	Emboldens students to “realize that no single version of the truth is total and permanent” (Gay, 2018, p. 42). 
Example: School psychologists support teachers’ implementation of antiracist curricula.

	Humanistic
	Is “concerned with human welfare, dignity, and respect of the various individuals and groups of the world” (Gay, 2018, p. 44).
Example: School psychologists support teachers’ instruction that presents a global perspective of the world.

	Normative and Ethical
	The need for cultural competence in education evaluation (Gay, 2018, p. 44).
Example: School psychologists ensure that formal and informal behavioral assessments are viewed through the lens of the student, their learning history, and their culture.


Note. Gay, G. (2018). Culturally responsive teaching: Theory, research, and practice. Teachers College Press.

[bookmark: _Hlk98927133]Complementary to culturally responsive pedagogy, culturally sustaining pedagogy “seeks to perpetuate and foster—to sustain—linguistic, literate, and cultural pluralism as part of the democratic project of schooling” (Paris, 2012, p. 95). Culturally sustaining pedagogy ensures that students are conserving the cultural and linguistic competence of their communities while also being able to access the dominant cultural normalcies (Paris, 2012). Given the predominately White, female teacher workforce and the large percentage of culturally and linguistically diverse schoolchildren, school psychologists need a deep understanding of how to support the use of culturally responsive and sustaining pedagogies in classrooms and school discipline policies and procedures.
Culturally responsive and sustaining pedagogies are critical to ensuring that students feel valued at school. As such, these pedagogies are foundational to any system or framework to be implemented. To assist schools in achieving this goal, school psychologists should have a depth of cultural knowledge (i.e., understanding the various levels of culture and cultural archetypes; Hammond, 2020) that allows them to address issues at classroom and system levels. For example, school psychologists can support teachers who may feel overwhelmed by the need to address the various cultural and linguistic needs of each individual student in the class by helping them to focus on a shallow cultural level when considering behavior (e.g., unspoken rules about social interactions) or on a deeper cultural level when teaching and providing behaviorally related feedback (e.g., how students learn new information). From a systems approach, school psychologists can help educators understand culture as the lens through which individuals view the world, the logic by which they make sense of it, and the language by which it is understood (Hammond, 2020). Providing scaffolding toward this perspective of culture can yield the revision of discipline policies and procedures that disenfranchise certain student groups. 
<L2>Antiracist Pedagogy and Policies
	The perspective of implementing an antiracist approach to education is growing in popularity as a way to solve disciplinary disparities that are widely exhibited throughout the country. Antiracism can be defined as actively detecting and opposing racism. Although antiracism is not a novel perspective in general, it is new in its application in the field of education. Like culturally responsive and sustaining practices, antiracist pedagogy seeks to dismantle racist practices rather than work within systems of oppression to sustain cultural and linguistic identities. Antiracism efforts also extend into policy development. As such, the field of education has begun to consider ways in which pedagogy and policies can be antiracist.
	School psychologists who use an antiracist lens are instrumental members of leadership teams. Given their unique systems-level training, school psychologists can identify discriminatory and racist policies and decisions. For example, school psychologists can highlight the policies that are perpetuating disparities, such as those that assign harsh and exclusionary disciplinary practices (e.g., suspension, expulsion) for behaviors that often are interpreted through racist or culturally different lenses and perceived as inappropriate, such as defiance and disrespect. For example, the use of the term “unwanted behavior” throughout this chapter attempts to highlight that an individual’s behavior is experienced by another individual who decides if they like or dislike the behavior (hence, wanted or unwanted behavior). As such, behavior is not stagnant, nor is it experienced the same by all individuals. Referring to behavior as inappropriate implies that the behavior is seen as inappropriate by all groups, which leaves no room for culturally related behaviors to be valued. To lead this change, school psychologists assist the educators in their school in developing their own antiracist lens. A school climate in which all educators operate from an antiracist perspective is critical to ensuring that marginalized student groups are supported and that the school climate is welcoming for all. 
<L2>Science of Behavior
Function-based thinking is a way of systematically determining the root cause or function of a student’s behavior and selecting interventions that match the functional aim of that behavior (Hershfeldt et al., 2010). School psychologists are trained to use functional behavioral assessment as an efficient problem-solving mechanism to decrease rates of undesired behaviors and hence reduce educators’ use of exclusionary practices. Although functional behavior assessment is typically used in more targeted tiers of support, school psychologists can educate teachers in implementing the theoretical components of identifying functions of behavior, teaching replacement behaviors, and reinforcing desired behaviors in their classes.
Function-based thinking can be helpful in reducing disparate treatment because it can neutralize teachers’ perceptions of behavior while identifying the cause of the student’s behavior. For example, students from marginalized groups may engage in escape or avoidance behaviors because of a history of aversive and punishing exclusionary practices. Recognizing this, school psychologists can assist educators in addressing the function of the student’s behavior by altering their responses to students’ behaviors to be welcoming, engaging, and equitable while making their relationship with the student positive, supportive, or restorative. 
<L1>Best Practices
[bookmark: _Hlk98927812]Using the MTSS framework in conjunction with culturally responsive adaptations, this section presents strategies at all three tiers of the MTSS structure to enhance the equitable and supportive nature of classroom responses to student behavior. With school psychologists positioned to influence change across many layers of the educational system, the strategies listed offer school psychologists tools for helping educators implement supportive practices at the school-wide (Tier 1), small-group (Tier 2), and individual student (Tier 3) level. Culturally responsive PBIS begins with identifying the cultural assumptions present in schools so that educators may become aware of the biases rooted in their system (Johnson et al., 2017). Although PBIS focuses on explicitly establishing appropriate behaviors, culturally responsive PBIS focuses on creating an environment in which students can express what teaching methods, subjects, and activities they prefer in their school system. Culturally responsive PBIS not only focuses on being effective for students who are Black, Indigenous, and students of color but also focuses on achievement for all learners (Johnson et al., 2017). Research has suggested that focusing on four different aspects of culturally responsive PBIS will lead to positive outcomes for students: (a) relationship building, (b) effective responses to behaviors, (c) teaching and modeling of breaks and mental health, and (d) transition supports (Nese et al., 2021). Therefore, within each tier of the PBIS framework, these best practices present culturally responsive adaptations that can be made in the classroom to address the needs of all students. Although these strategies are presented separately within each tier, they can be implemented fluidly across all tiers.
<L2>Tier 1
	Tier 1 focuses on school-wide prevention practices that are available to all students. This includes all adults teaching, modeling, and reinforcing prosocial behaviors for students and acknowledging school community members’ (both students and adults) contributions to a safe and supportive school environment. Tier 1 prosocial supports also affirm and honor students’ identity and their contributions to the school community while providing avenues for mental health supports and tools for universal de-escalation. 
<L3>Relationship Building
Supportive and encouraging connections between students, educators, and community members are at the heart of schools and what makes classrooms thrive. Adults and children alike are drawn to environments where they feel seen, heard, liked, and encouraged. And the remarkable impact of positive student–teacher relationships has been well documented in the literature, with research finding that nurturing relationships are associated with improved student engagement, academic achievement, and attendance, to name a few (Cook et al., 2018). 
Culturally responsive relationship building begins with seeing, honoring, and affirming the identities of the students in the learning communities. Students’ sociocultural identity—their customs, cultural practices, communication norms, and values—can be a powerful tool for connecting home life to school life. From the books on the bookshelves, to the pictures on the walls, to the identities of the scholars, scientists, and heroes discussed in lessons: students are looking for clues that they belong and that they can lead. Thus, it is crucial for educators to create classroom environments where students see themselves and their communities as models for success; and school psychologists are well positioned to support teachers in these transformative, culturally relevant adaptations. As described by Gloria Ladson-Billings (1995), this work not only addresses student achievement but also helps students to accept and affirm their cultural identity while developing critical perspectives that challenge inequities that schools maintain. 
The Inclusive Skill-Building Learning Approach (Nese et al., 2021) provides a model for universal relationship building developed through a collection of best practices. The approach includes strategies that school psychologists can coach teachers to use, such as welcoming students at the door, owning their classroom environment, and wrapping up class with intention, among other components further discussed.
Welcoming students at the door is a powerful, yet simple, tool for establishing trusting and positive relationships with students. This is not simply saying hi, but acknowledging the presence of each student, observing their emotional state when they arrive in the classroom, and providing an opportunity to uplift them leading into the class session. Further, cultural caveats should be considered when greeting students at the door, such as eye contact, nonverbal greetings, and correct pronunciation of student’s names.
 School psychologists can share the following important features to attend to when welcoming students:
· Stand at the door and give a sincere greeting to each student.
· Say the student’s name.
· Use a friendly nonverbal greeting.
· Give a few words of encouragement.
· Ask how a student’s day is going.
Owning a classroom environment means teaching, modeling, and acknowledging the behaviors expected from students. Effective teachers explicitly teach and model expectations and routines and acknowledge students’ successful application of the expectations. For students from culturally and linguistically diverse backgrounds, explicit teaching, modeling, and acknowledgment help to demystify the expectations and increase the likelihood that they will engage in the expectations at increased rates (Chaparro et al., 2021). Some examples of creating classrooms with predictable expectations that school psychologists may communicate with teachers include the following:
· Connect acknowledgment to the school-wide expectations.
· Use the magic ratio of 5 to 1 (five positive or praise statements for every corrective or reprimand statement).
· Be specific about the behavior being acknowledged to increase the likelihood that students will repeat it.
<L3>Effective Responses to Behaviors
Human behavior serves as one of the greatest mechanisms for communication. When students engage in unwanted behavior, they are communicating, and school professionals that seek to understand or problem-solve what is being communicated are better positioned to respond effectively. Often, students learn that an unwanted behavior is the best or easiest way for them to get their needs met (Hershfeldt et al., 2010). A student’s behavior also may serve the function of obtaining, or avoiding or escaping, attention from adults or peers, or obtaining tangible items, activities, or sensory rewards. 
Understanding functions allow school psychologists and teachers to make an educated guess about the motivation that maintains unwanted behaviors. Different ways of responding to students’ unwanted behavior, including exclusionary practices, have varying levels of effectiveness. Effective classroom management often hinges on thoughtful and preventive responses to behavior concerns, such as de-escalating student behavior with a response that matches the severity of the situation. In positive classroom management, school psychologists assume positive intent while addressing unwanted behavior. They also consider why a student might be behaving less appropriately and what the behavior could be communicating.
School psychologists can use prosocial environmental adaptations to address the high-frequency, low-intensity behaviors (e.g., shouting out, not following directions, not staying on task). Prosocial environmental adaptations allow for changes to be made to the learning environment to set students up for success in developing beneficial skills. Adaptations may include changes to the physical space, such as providing a student who is having a difficult time reading the board with a seat change, or changes to the way in which a student completes a difficult assignment, such as pairing that student with a peer who can help them out. These adaptations to the classroom environment must be student centered, that is, they should be based on students’ strengths, readiness, interests, and preferences for learning. School psychologists may encourage teachers to consider the following guiding questions: “What do students need to be successful during this lesson?” “How can I ensure that students know what is expected during the activity?” And “In what ways have I made space for students’ preference of learning, choice, and voice in the activity?” In practice, these questions may lead to the development and implementation of classroom routines and procedures, positive classroom expectations, and an agenda outlining the day’s tasks. Each of these practices simultaneously decrease ambiguity and potential anxiety associated with the day’s tasks while preparing students for what is to come. 
<L3>Teaching and Modeling of Breaks and Mental Health
[bookmark: _Hlk70591081]As Albert Bandura noted in his seminal work on social cognitive theory, 70% of all learned behavior is acquired through modeling (Bandura, 1986). Thus, mental health begins with supportive adults modeling healthy coping skills for their students and then empowering them to develop their own set of coping skills. When modeling is carried out through an appropriate relationship and in proper social context, replication of those behaviors by students can be expected. One important skill for managing mental health that can be taught and modeled for students are taking breaks. A school-wide break system is a preventive, universal system taught to all students, used in all classrooms, and continuously available. It is used when a student needs a moment to reset their thinking or de-escalate. Research has demonstrated that breaks keep people’s brains healthy and allow their minds to reset, without impeding academic performance (Mavilidi et al., 2020). Taking breaks supports cognitive abilities such as reading comprehension and divergent thinking. Additionally, breaks can prevent decision fatigue and restore motivation for long-term tasks. 
The potential benefits of implementing a classroom break system include (a) allowing students to take a break before emotions escalate; (b) teaching students the important skill of de-escalation; (c) providing an opportunity for students and teachers to recalibrate; (d) identifying students early who might need more supports; and (e) reserving more intensive supports for students who truly need individualized skill building and counseling. Taking breaks can be selected by the student or prompted by the teacher. School psychologists can support school teams and staff with differentiating breaks that take place in the same classroom or happen in another classroom. In either case, breaks should be short, positive, and aimed at teaching students the value of taking time for a brief respite when needed.
<L3>Transition Supports 
Transitioning between tasks, activities, or classroom settings is notoriously challenging for students of all ages. Wrapping up class with intention aims to improve the chaotic nature of transition times by creating supportive and consistent activities that allow students to move to the next phase of their day on a positive note (Nese et al., 2021). Ending class with a routine is a proactive approach that supports students as they self-regulate their emotions and behaviors. Some strategies school psychologists may promote include the following:
· Exit ticket. Tickets, slips of paper with a printed question or two and given to each student towards the end of class, can be anonymous or include names. Teachers can ask questions for students to rate or summarize their learning or ask a question. This routine can be established and taught for use every day.
· Closing circle. At the end of each class, one student takes a turn sharing something, such as how they’re feeling, something they learned, or a new idea or term from the lesson.
· End-of-class acknowledgments. - The teacher acknowledges something or someone positive from that day’s class.
· Meditation or yoga. Briefly meditating or doing a few yoga stretches helps students calm down rather than anticipate when the teacher will wrap-up the lesson.
School psychologists may assist educators with thinking through adaptations to their physical and curricular learning environment, while attending to cultural differences in all aspects of the classroom. They also may help teachers develop routines based on the strategies of welcoming students at the door, owning the classroom environment, and wrapping up class with intention, to ensure that all learners are provided with daily nurturing interactions that elevate their personal identities. 
<L2>Tier 2
Tier 2 focuses on the small group of students who would benefit from group-based services and additional support beyond those offered in Tier 1. In this section, the methods extend the previous foundational components to a homogenous small-group perspective.
<L3>Relationship Building
Tier 2 relationship building moves beyond collaboration that uses a school-based perspective to designing a student-centered approach. School psychologists can collaborate with families and communities to work with small groups of students who exhibit similar culturally related behaviors (e.g., the way in which students respond to adult feedback).  By seeking to understand the students’ behaviors through a cultural lens of ethnicity and generational ties, school psychologists will be better able to connect relationally with students and families while developing and implementing relevant social skills curricula. This collaboration also may involve identifying a few respected community members to provide on-campus mentoring to small groups of students from the same community. School psychologists, social workers, and teachers may benefit from observing the interactions between the students and their mentor to better understand the nuances of the student’s culture, community, and behaviors. Relationship building in this way is an opportunity for school psychologists, with the assistance of families and community members, to educate teachers on the common and culturally normed behaviors exhibited by groups of students.
School psychologist also can engage in strategic and routine one-on-one check-ins with students using a structured practice like Check & Connect (Kern et al., 2019). Check & Connect is a mentoring program designed to increase student engagement and reduce dropout. Depending on the effectiveness of the student–mentor relationship, Check & Connect has demonstrated promising academic and behavioral outcomes for students, including students with disabilities such as emotional and behavioral disorders (Kern et al., 2019).
<L3>Effective Responses to Behaviors
When responding to behavior in the moment, school psychologists can emphasize to teachers that quick and immediate feedback regarding the student’s behavior should tell the student what to do rather than what they should not be doing. For example, statements like “Ashton, on-task behavior means your eyes and hands are on your own paper and your voice is off” explicitly and positively communicate the desired behavior while also communicating that the behavior currently being exhibited is undesired. When several of these immediate feedback statements are not effective, another more targeted conversation with the student should acknowledge the student’s progress toward their behavioral goals. For example, quick conversations can be positively stated, such as, “Ashton, I know you have been working on being on-task during independent work time, and I see that you have been trying very hard. I know that you can do it and meet your goals. How can I support you?” The student is given time to say what they need, and the teacher demonstrates care for the student and support for achieving their goals.
Sometimes, high-frequency, low-intensity behaviors (e.g., shouting out, not following directions, being off-task) are exhibited by many students in one classroom throughout the day. These behaviors are highly disruptive, frustrate teachers and other students, and make instruction difficult to deliver. For these cases, a group recognition system, such as the Class-wide Function-Related Intervention Teams (Wills et al., 2018), may be a beneficial strategy that school psychologists can provide to teachers. Because group recognition systems focus explicitly on increasing a specific behavior (e.g., raising a hand to ask a question and waiting to be called on before speaking), they yield increased rates of student on-task behavior and prosocial skills. Even more important is that group recognition systems tend to have high social validity among students.
<L3>Teaching and Modeling of Breaks and Mental Health
Throughout a class period, students should be offered the opportunity and encouraged to take scheduled and unscheduled breaks. Scheduled breaks include strategically planned times when the teacher anticipates students will need a break, such as when they are learning new material, before an independent assignment, or when they are becoming frustrated. Scheduled breaks are opportunities to communicate the reasons for and model the practice of taking a break, such as, “Sometimes when we are working very hard our brains get tired and our eyes begin to hurt. At those times we should stop and take a little break to refresh our bodies. When we feel refreshed, we can get back to work and complete the task.” Through scheduled breaks, students begin to understand the need for breaks (e.g., a chance for rest and refocus, to calm down, to consider choices) and can identify times when they feel the need to take a break. They may then begin to take unscheduled breaks.
Other small-group instruction strategies that school psychologists may recommend to teachers for de-escalation can be delivered through social stories and role playing. Before students learn to implement these strategies, they must first realizing when they are in a situation where a de-escalation strategy is needed. Once students can identify such situations, they can use a strategy or a series of strategies such as practice active listening, remain calm, take a breath, walk away, and ask for help. 
<L3>Transition Supports
Transitions between classes or activities tend to be difficult times for students. Two strategies that can assist students in taking an active role in monitoring their behavior during transitions are self-monitoring and self-reflection. Social stories and role playing completed in small groups can be used to help students identify the points within the school day that they are more likely to engage in undesired behaviors; the group activity allows them to communicate their need for some type of support during those instances. The goal is for students to be able to self-identify their feelings and communicate their social–emotional needs to the teacher. Teachers can support these new skills at the beginning and end of class. 
To support students transitioning into class and prevent any undesired behaviors caused by residual feelings related to prior circumstances (e.g., at home, on the bus, in a previous class, or in a hallway incident), school psychologists may recommend that quick check-ins at the beginning of the class period can inform the teacher of the student’s current social–emotional needs. These check-ins can be done in a variety of ways. For example, the teacher can ask the student directly through guiding questions (e.g., “How are you feeling today?” “What is something positive that happened in the class before?”) or provide a designated area in the class for an emotions chart where students can inform the teacher how they are feeling. When teachers are aware of the student’s social–emotional needs at the beginning of class, they are better able to support the student throughout the class period (e.g., giving more wait time, suggesting a break).
Further, to support students in transitioning to the next point of their day, a set time at the end of class could be reserved for students to reflect on their time during class. Specifically, the student may be taught to reflect on a time within the day or class period when they were proud of their behavior and a time when they could have exhibited better behaviors. This reflective activity is student centered; therefore, the role of the adult is to ask guiding questions (e.g., “What part of the class period are you most proud of your behavior?” “Why weren’t you proud of this behavior?” “What do you think you would do differently if this happens again?”) and listen rather than provide feedback or their own ratings. 
<T2>Tier 3
Tier 3 focuses on the few students who would benefit from individualized services and additional support beyond those offered in Tiers 1 and 2. As with the previous section, the interventions are based on foundational components that are extended and conceptualized from an individual student perspective.
<T3>Relationship Building
In Tier 3, relationship building becomes individualized and intensified and can be the foundation of a team of supports for an individual student and their family. Tier 3 relationship building can begin with routine one-on-one meetings to build a connection between the student and a school psychologist, counselor, or social worker. However, a team of interagency partners (e.g., social work, mental health, family services), formed by the school psychologist, may be needed to develop a plan for wraparound services to support the whole student and their family. Communication between the team, the student, and their family regarding how services are going and sharing the student’s measurable social, academic, and behavioral progress should improve noticeably. 
<L3>Effective Responses to Behaviors
As discussed earlier in the chapter, school psychologists must understand the science of behavior and function-based thinking to inform and support teachers in everyday classroom management situations. In Tier 3, school psychologists will use that knowledge to conduct a functional behavior assessment (FBA) to (a) design a strategy for effectively responding to a student’s undesired behavior, (b) teach a replacement behavior, and (c) reinforce desired behaviors (Hershfeldt et al., 2010). The intervention also includes the student-centered problem-solving and planning approach necessary to identify and meet the needs of an individual student who requires the highest level of support. 
Inherent in the student-centered approach of an FBA should be the knowledge and understanding of how the student’s culture and cultural values may have shaped the function and typography of their behaviors (e.g., responding to adults by making eye contact or not making eye contact). School psychologists who use a culturally responsive perspective when conducting an FBA may identify values and skills in the student’s behavior that can be considered assets on which to build. As such, the student’s identity, family values, and cultural and familial strengths are can be incorporated into the design of the student’s behavior support plan, inclusive of the individualized recognition system. Further, to identify how the student might prefer to be reinforced for exhibiting the desired behaviors outlined in the FBA, a formal or informal preference assessment can be given to the student while developing the behavior support plan. 
<L3>Teaching and Modeling of Breaks and Mental Health
Students learned Tiers 1 and 2 about the value of taking breaks and how they could identify the need to do so by paying attention to their own emotional responses. At Tier 3, students may require explicit communication from teachers about the need to be aware of their need for a break. For example, school psychologists may suggest that teachers provide positive, specific praise statements (e.g., “That is awesome that you asked for a break when you noticed yourself getting tired of reading!”) when the student takes or asks for a break. Recognizing the student’s decision to take a break increases the likelihood that the student will increase break taking under various circumstances. Furthermore, the verbal recognition helps to destigmatize self-care.
Additionally, Tier 3 may include teaching students about the effects of mental health in a way that is most appropriate for the student’s age, readiness, and maturity. Examples abound of celebrities and public figures who talk about their mental health battles and how they take care of themselves through positive activities. Others have started organizations and programs that focus on mental health. By making students aware that mental health struggles are common, they vary in intensity and topography, and the supports individuals receive are positive, school psychologists can help destigmatize individualized mental health struggles and supports. Finally, allowing students to choose their own therapist on the basis of qualities they feel are most important to them, such as race, gender, or religion, gives them autonomy and encourages them to take responsibility for their health.
<L3>Transition Supports
Often, students with more behavioral support needs struggle with school-level transitions (e.g., from home or preschool to kindergarten, elementary to middle or intermediate school, middle or intermediate school to high school). The transitions between pivotal school levels are prime areas where students can be supported using a student-centered transition plan (Wills et al., 2018). As with transition plans for students with disabilities, a team-based approach that includes the student, their family, and pertinent educational staff, including school psychologists, would ensure that the best plan is designed for the student.
Planning for transitions between school levels may begin with defining the student’s current levels of academic, behavioral, and social–emotional performance to identify the supports needed in those areas for the next school level. For example, if a student has developed a relationship with a trusted teacher in elementary school, the transition plan may describe options for establishing another relationship with a faculty member at the middle school. Should the relationship begin to be established toward the end of the current school year, over the summer, or at the start of the new school year? Or, given the student’s current performance, the plan may detail the transition to having a peer mentor to encourage more peer relationship building. Likewise, planning would include identifying the student’s goals for themselves as well as the family’s goals for the student. From the educator’s perspective, goals and strategies should foster the gradual release of supports until the student is able to respond to instruction and demonstrate progress towards their goals at the Tier 1 level.
<L1>Summary and Conclusions
This chapter highlighted the impact that disproportionate and harsh discipline practices have on the outcomes of minoritized students and discussed the research on the benefits of instructional, preventive, and inclusive practices for all learners.  Recommendations For equitable and culturally responsive classroom behavioral strategies were discussed and embedded in the three-pronged framework of equity and social justice, problem solving, and multitiered service delivery. The practices presented in this chapter consider students with the greatest needs first, because they are often the students who receive the most disproportionate discipline. Antiracist teaching practices and inclusive classrooms create environments that set all students up for success.  At the heart of problem solving are strategies for preventing and responding to unwanted behaviors in effective and instructional ways. Discipline is framed through the lens of teaching, modeling, and reinforcing, and not through punishment.  Equitable and culturally responsive behavioral strategies for the classroom are considered within each tier of an MTSS program to provide more comprehensive and inclusive supports for all learners.
<L1>Discussion Questions
1. As a school psychologist, how might you begin to support a team of educators, using a consultation model, to begin implementing culturally responsive classroom management practices?
2. Imagine a scenario in which your classroom observations made clear that an educator was providing higher rates of praise statements to White students than Black and Indigenous students and students of color. Strategize a feedback and support process that you would use to assist the educator in improving their practices.
3. How would you support a transition from classroom behavior management practices that are culturally responsive to those that are culturally sustaining?
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